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ABSTRACT
Although there 1s a long history of highly selective magnet

district-wide open-enroliment institutions; thematically organized,
which are largely non-selective--that s, as that term is ordinarily
understood. They do not simply aream "gifted" sctudents; they attract

magriet offers.

On balarnce, modern magnét Schools achieve their objectives with a
high degree of siiccess: they increase the degree of racial inte-
gration and improve the racial climate. Indeed, the level of improve~
ment 1is frequently so high that magnet schools may turn their atten-
tion to matters of pedagogy and instruction: In addition, morale is
higher, discipline problems less, and student outcomes higher. The

evidénce for these findings is iimited but powerful: The major work

findings currently available. The final report should be released in

completed form by the fall. (The research is being carried forward by
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On the strength of these findings we conclude that magnet schools
are an important strategy for school reform and suggest two roles for
~th’é' federal government. First, continuing research and analysis

should be supported to increase our knowledge base about long-term
effects of magnet schools. Second; we now kuow éﬁougﬁ about magnet
schools to build a major and lasting reform strategy around them. We
propose combining the educational effectiveness of magnet schools with

education; and local capacity building, initiated through the leader-
ship of the federal governmernt.

Specifically; we propose that the federal govermment build on 1ts
enterprise for research; education; innovation, and dissemination,

for magnet schools across the natfon: It is a strategy of excellence
and teacher motivation combined with a decentralized system of imple-
mentation which encourages all levels of govarnment; the private
sector, and postsecondary institutions to each play appropriate roles

in contributing to education improvement.
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each standard metropolifan statistical area, and several additional
magnets per state based on population: This would more than double

plus) and would lay the féﬁﬁdétibﬁ for long-term, incremental change.
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INTRODUCTION As their name implies, "magnet" schools are an

stone; designed to attract

education lode
students (and faculty) on the basis of their specizl qualities. The
key characteristics that define magnet schools are voluntary enroll=
merit and thematic organization: magnet sSchools are found in the
public and private sector, at the elementary and secondary level, they
are academic and non-academic, selective and non-selective. Typically,

art; or the humanities. for example:. Their diversity is itself an
identifying factor. These Eﬁéf&éEéfigéiéé——GBiﬁﬁEéf§ enroliment and

For generations two major forces shaped America's public schools:
first was place of residence. For generations, it determined where

-

destiny. Second was the continuing Search for 'orne best system" to
educate all children. These dinterlocking ideas produced a common
school culture in which most public schools were surprisingly similar.

THE _QUEST FOR _THE_BEST Student characteristics--high

motivation; intellectual or artistic
iﬁféféééé and capabilities-- have had little bearing on the kind of
school a child attended. The underlying reason for neighborhood
asslgnment, of course, was riot pedagogical: it emerged organically for
reasons of administrative corvenilence. AS nelghborhoods appeared,
schiools sprang up to sServe them: what began as a simple
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debate, but it is clear in terms of the historical record that neigh-
borhood assignment had no pedagogical theory to dignify it.

American schools—-public and private——exhibit riearly identical
organizational and pedagogical arrangements because they spring from a

common culture of schooling. They are the product of a shared vision

difference between schools 1ies on a qualitative scale: a Fast-track
academic private schocl éxpects more of students; but 1s seill or-
ganized in much the sime way as its public analogue. Both have days
divided into perfods in which teachers lecture and students respond;
both assign léEEéngii&ééi botk group children by age rather than
déﬁibﬁétratéd or intrinsic ability; both offer courses of study for

fixad tiu’ié.péri'o”dé; usually semesters; rather tharn th"e_ tifie needed to
master the material. This common approach to the common sciool is the
product of a conviction .that "onme best system" could be designed.
Captured best in David Tyack's fins book of the same title; it
reflects America's "can do', pragmatic sp'ii-it.2 Following the lead
of the scientific management revolution, American schools began to
the workers; administrators the management, the Superintendent the
CEO; and the School Committee the board of trustees. And as the
production line worked for business, it worked for the school. To

lictle difference in which school a child enrolled: they were all

very nearly the same. What had begun as an accident of geography and



administrative convenience, then, became a virtue: it was ''good" for
children to attend neighborhood schools.

Its logical culmination was James Bryant Conant's comprehensive
high school; the subject of his important work; The American High

School Today; published in 1859:°  American education accepted

Hbﬁé@éfs that ushered in the modern wave of magnet schools.
The limitations of the comprehensive neighborhood high school are
several. Frequently, they reflect the residential patterns of racilal

isolation characteristic of much on the nation's urban areas, and the

standpoint, the broad curriculum of the camp?ehensive high schools
lacked the depth of more sharply focused schools: The fact that

assignment was "involuntary" tended to undermine the morale of

teachers and taught.

Conceptually; it was no great leap to ﬁééﬁéf-ééﬁbéléi organized
around an academic or vocational theme; stressing voluntary par-
ticipation, magnet schools Held the promise of racial integration,
higher morale, more focused §;Qay, and higher student outcomes, which
is to say, higher perfotrmance as measured by tests. In particular, :
magnet schouls looked like a powerful strategy to encourage voluntary
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EARLY MAGNET SCHOOLS Although neignborhood schools have

been the norm in American education

borhood schools, primcipally fast-track academic or specialized voca-
tional schools that draw on the population of the whole school dis-

trict. Not known as wmagnet schools when they were created; they
nevertheless fit the definition. The most well<krown are a sort of
horior roll of American education: first and oldest is Boston Latin,

founded in 1635, a year before Harvard University. In addition are
schools known to educators throughout the country: Lowell in San

Francisco, Cencral High in Philadelphia, Bronx Sciemce in New York,
Aviation in Queens, Lane Tech in Chicago, Performing Arts im Man-
hattan.*

tradition of neighborhood assignment. Their selectivity, diversity and
voluntarism run at cross purposes to comprehensive school and neigh-
borhood attendance orthodoxy: Yet the selective maghet School model

has managed to survive and the concept has been developsd into a
contemporary variation with the dual purposes of quality education and

integration. In both their original and hybrid forms; they are the

But their history has been checkered. Frequently accused of
elitism; selective magnet schools have on occasion had to Fight for
their 1ives:. Like flies in amber, New York City's three selective
academic high schools; for example, found it necessary to get special

legislation enacted to preserve themselves in statute.  The
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legtslation 1is no small matter: it does not just solemnize their

fate befell Dunbar High School in Washington, D:€C. in the mid-

1950s.° Dunbar ‘was widély viewed as the nation's premier black

., public high schooi. Founded in 1870, Dunbar is desciibed by Fred
Hechinger of the New York Timss as "the first public high school for-
blacks in the U.S. operating on the principle of séléétiéity and
quality. The quality of its ‘students and faculty was matched by fau
contemporary pabiic,schbbis.“i

In spite of the limitations imposed on it by a sacﬁety ‘that
' employed the oxymorom "separate but equal®; Dumbar ficurishe&; It was
. _

. of the day, &Eé&iﬁg able black children from all over the city: and a
number of Eﬁilaféﬁ who were not D.C. residents in the full; legal

sense; moved in with friends or relatives to attend Dunbar.

Hechinger riotes that “among Dunbar's illustrious alumni were
Benjamin O. bééis, the first black general .in the United .States Army;
Dr. Charles Drew, who devised the method of storing Bibbﬁ plastia and
set up the first blood bank for the American Red Cross; and former
Housing Secretary Robert Weaver, the first black cabinet official:"’
In a great historic iromy; tha DiC: School Board converted Dumbar into
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been in the past few years that magnet schools have reappeared in

~Washington, albeit in attenuated form.

ELITISM The ch;rgé of elitism has plagued selective schools,
and by extension magnet schools generally. Basi-

cally, the refrain 1S sung on two notes: the first s that separation

of children by ability 1§ intrinsically wrong, it is undemocratic:

The second 1is a more conventional and more fi‘édﬁéﬁtl? heard instru-
mental argument: schools that enroll the brightest childrem deny them
to the rest of the system, plunging the remaining schools into a

morass of mediocrity. There 1s, of course, virtually no empirical

The most powerful is a short,; elegant book by Albert 0. Hirsch-

man, titled Exit, Voice and Loyalty.° He argues that the quality-

conscious consumer will not tolerate the inferior product of public

monopolies. Although Hirschman's point of departure is the state-owned

railroads of a West African country, he extends the analogy: to public

and private schools. Just as the quality conscious parent cannot
tolerate low quality public schools, neither can the public monopoly
tolerate the continuing complaints of a small but vocal group that
cares about quality. Both make 1ife miserable for the other. As a

_consequence, each side reaches an uneasy truce in which the qua-
lity-conscious consumer 1s permitted to take advantage of a high-

-quality option. In the West African case; the alternative is pri-
vately owned trucks which compete directly with the state railroad

monopoly. Customers like the quality--on~time service--and the state

e



monopoly 1is greatly relieved to be done with the complaints of the
iﬁéiiéy—éonscibus: for this reason they tolerate the private competi-
tioms

In the case of educaiion;, parents who care enbugh/:find an alter-
nate provider; private schools that charge fees, "better” suburban
schools; or public magnet schools:

Tuis theory provides a powerful explanation for the existence of

private schools generally and the continued existence of selective

public schools in a few majof cities: New York, Boston, Philadelphia,

San Francisco. A sort of grudging modus vivendl emerges; because the

but limited function, satiSfying the small number of vocal, quali=
ty-conscious consumers.
‘The political tersion revealed in this situation 1s tangible: it

goes to the heart of a long and honorabie American tradition of
emphasis on equality and antipathy toward privilege. But it also
reflects a fundamental view of education which is %éi;éﬁéi} flawed.
And that is the idea that for every winumer there igﬁg»iéééf; for every

good school a bad one. It is the -logical if wrongheaded extension o
the idea that there is "one best system" of education; it is deeply
ingrained in American 1ife. If there is only "one best system" to

euticate children, then the assumed bell=shaped curve of intellectual
ability means that when the brightest tﬁiid?éﬁ are "creamed" and put
iu a seiective school, the rest of the system suffers. Although the
argument is not supported by evidence, its "face validity" is strong

and deserves a response:
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First, it is built on erroneous assumptions éBBﬁE what makes a
good school. 4As we know from the p'r_iiiété market, which includes an
array as diverse as Quaker schools and military academies, Waldorf
schools and Jesuit schools, international baccalaureate schools, and
A.S. Neil Summerhill schools; there it fic one best system of educa-
tion.

That this is so is revealed with equaiiy great power in New York

range of diversity and choice. (They also compete with private

schools; head to head. It is one of the few "markets" of its kind in

America:)
As compared to each other, the aifferences they réprégéﬁt are not
ests, a different way of interacting with the world.
These schools also reveal that good education for one student and

need. Indeed, does anyone's experience suggest otherwise?

To treat the concept of magnet schools as synonomous with selec-
tive schools, however, is both pbiititéiiy and ﬁédé§6§iééli§ Iimiting.
essarily; and pedagogically limiting because it makes too much of

SéiéétiVit?- Indeed; except in extreme cases, rational selectivity is
difficult to implement. Take the case of New York's three academi-

cally selective high szhools. As many as Fifteen thousand children

P
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take the entry examinations each year for approximately two thousand,
five hundred openings (nearly one million children attend New York
City public schools).

'Only the highest-scoring students are permitted to attend the
three schools: but what of the next two thousand, five hundred, and
the next? The few points on entry examinations tﬁat separate the top
from the runners-up cannot really measure difference in intellectual
ability. The obvious solution is to add additional special schools so
is begimning to happen:

THE NEW WORLD GRAMMAR SCHOOL The selective schools described

so far grew organically from the
British grammar school model, a program of fast—track, college pre-
paratory education. They are elite schools for elite students.
Indeed, unlike the Américan comprehensive school, the grammar School
is characteristic of education throughout the world. Each of the
advanced industrialized nations--free and totalitarian--as well as
almost all less developed countries employ elite models of education.

schooling 1is secured by passage of progressively more rigorous exami-

nations. These elite systems; however; are not solely the product of
hard-headed decision to sharply ration education by objective means.
Because only a limited number of seats in first rate schools are
available, only the highest scorers are permitted to enroll. Recent
student riots 1in France occurred precisely becduse the government

16
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decided to reduce thé number of seats avallable and to ration them by
even more rigorous examinations.

The American genius has been to create genuine mass education in

which access is assured to all, across the board; i ways that leave
most foreign visitors amazed. (It is equally amazing to them that we

have any education standards at all, one might add:) For all the
problems with American education, the accomplishment of mass education
1s one of which the country should be justifiably proud:

The dichotomy between the American and foreign models has led to
an unfortunate view of education as a "binary" enterprise; either
elitist or egalitarian. At one end of the scale is the English

grammar school, at the other the comprehensive American high school.

democratic, the othér aristocratic.
Interestingly, at the level of higher sducation there exists a

hybrid; and it is an American invention. It combines high standards

with broad; open access. In its first incarnation it was the iand

grant college. Open to all, many were unable to meet the demands
placed upon them after they enrolled. The personal and institutional
price was a high rate of attrition. Today, the most distinguished
system of higher education in the world--California's<=is self<cgns
sciously designed to simultaneously satisfy equity and quality inter=~
ests. Any Californian with a high school diploma (or who is age 18)
may enroll in the third tier of the state's three-tiered system, the
community colleges. Better prepared .students may go directly to the

State University system; and the very best students may enroll in the

17



University of Califormia system: Movement among segments 1is en-

open to any student who cares to attend. In such a setting; the

likelihood of school success is substantial. No longer unwilling

victims of schooling, in magnet schools students become williug and

Magnet schools offer other possibilities as well. Choicé 1S a
virtue, not alone because of different learning styles, but because
different people have different things to learn. Thus; music and art

magnets, vocational magnets, humanities magnets, as well as scilence
and math magnets make pedagogical as well as social sense.
As well, magnets exhibit an ambience or ethos which has a power-

requirements would be intrusive and onerous if expected of all stu-
dents in a given school district.
Of equal importance, magnet schools offer a setting in which

18
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the wholesale adoption of ability/achievement grouping, in which
students would assemble on the basis of what they know, not how old

they are.’

AS interesting as Sizer's idea is; how might it be implemented?

Should a state board of education impose it by fiat? Should the

tunity magnet schools present. Composed of a community of scholars;
_ — i o - .- - - - - // - _ o
they should be encouraged to pursue their lights as they see them.

many communities they have been designed to facilitate racial inte-
gration; in some to provide special instruction for gifted and talert-

Music and Art with Performing Arts in oide building, kitty=corner from

Juilliard; across from the New York Library of Music, behind Lincoln

Center.  Similarly, Houston's School of Engineering Professions
reflects Houston's stake in a high-tech future:

‘The wide variety of magnet schools now in operation is revealed
in selected, thumbnail sketches:

o The Houston High School for the %érésrﬁiﬁg and Visual Arts

maintains high academic standards;

19
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o Aviation High in Queens prepares students for techmical
careers in aviation. Its best students simultanecusly earn
Regents diplomas (New York State's coveted academic diploma)
nance:. Graduates go on to employment, the military, and
higher education:

began 1in 1981 ¢to “continue::.voluntary desegregation”

through the introduction of magnet schools: Jointly spon-
sored by the World Affairs Council of Philadelphia and the
Philadelphia School District; it 18 racially balanced,
offers a full curriculum including four years of the saie

foreign language and 2 concentration in both basic business

o Baylor College of Medicine and the Houston Independent
School District jointly sponsor the High School for the
Health Professions: Eleven years old; approximately ninety

percent of its graduates go on to college 'and pursue a
health~related field. Half the éféaﬁéféé.éfé minority group

members.

Even a cursory review of magnet schools reveals differences as impor=
tant as the similarity the rnomenclati re "magnet" implies: they are
different schools for different purposes. They serve different

20




T T 18
ESSA-funded All Magnets
Magnet Grade Level fio. 4 no. %
Elewentary : 158 62 601 59
Middle/Junior 9 14 ' 173 17
Senior High 62 24 244 24
TOTAL 259  100% 1019 160% , //'

7/

Magnet typologies are not well developed because the phenomenon is
relatively new; and the subject has niot been the object of sustained
research. The few that do exist are obvious: academically selective

or non-selective (of' selective by audition >r other éppr’opriété_
device). As 1s clear from the table above they may also be distribut=

ed by grade level, and source of funding. (ESAA refers to Emergency

School Assistance Act; see appendix.) In additiom; they may be ar-
ranged by theme. To date the following themes have been identified:

Basic Skills, Fundemental, Bilingual; Montessori; Voeational or

Computer. Clearly; the only limit on thematic organization is the
human imagination.

preliminary findings are striking. The most important research is

being conducted by James H. Lowry and ASsociates and their subcontrac—

tor, the Abt Corporation, under the terms of a U:S: Department of

21
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enumerated, much of what we know about them is anecdotal and idio=
§yncratic, the result of personal access to information. Magnets have
been the subject of only limited, systematic study in their own right.
I part, this reflects their relative scarcity; until recently there
were riot many magnets to Study. Lo part, it reflects the contemporary
culture: there was lictle interest in magnets because they were
schools that ran against the grain.

?65Edﬁé£éi§ the fééééféﬁ hiatus 1s 6§éf; Policy makers are mno

longer reduced to anecdote and myth, common sense and prejudice; a

There is an emerging body of evidence about non-selective magnet
schools; and 1t 1s of gubstantial interest.

THE EVIDINCE The preceding narrative has sketched in the

liistory and underlying philosophy of magnet

schools, but having described magnet Schools in a general way, what is

it we know about tiiem? With what degree of confidence may we make as-
sertions?0

First; there are the numbers and a preiiminary typology: The best

ts as follows:

22
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Education Contract. The principal researchers are Rolf Blank of
Lowry, Rase:c Dentler, of Abt, and Catherine Baltzell of Abt.

The fiﬁdings reveal what theory would predict about maghet
schooils: high;'i-:,h levels of te&acher and student motivation; higher
achievement; succéég with racial integration, significantly reduced

behavior problems; greater teacher satisfaction. reasonable costs, and

that they are elitist.
Before elaborating on this theme, it 1s useful to briefly but
systematically sketch in the most important Findinmgs:
6 Magrets produce education quality by virtue of three basic
changes from traditional publi¢ schools:

~~a coordinated program based on an education "theme";
—improved student motivation,
--specialized and highly coummitted staff
o Although education quality differs amorng magnet schools,
at the top of the rarige magnets achieve bettetr academically,
have better a-tendance, and exhibit fewer behavior problems.
0 Most magnets are racially and ethnically integrated and
réfiébt'éﬁé larger population they serve: This effect is so
direct their energies to questions of education excellence;

satisfied that their racial-ethnic balance 1S appropriate.

23
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o Desegregation occurs voluntarily as parents and students

identify spectal education programs that appeal to them:
Thematic organization works:
o Effective magnet schools provide quality education to

average as well as above average students:. Indeed; they do
more for average tﬁaﬁ above average students.

strong support from the Superintendent and School Board.
This in turd is almost aiways related to strong community
's'iip”p'o’rt::

o The evidence indicates that effective magnet schools Have
measurably better race relations.

community resources--universities; business; hospitals;

théétéfé; and the like. Thematic orgsnization increases the
likelihood of fruitful collaboration.

o Magnet schools are frequently much smallér than regular
schools. While the‘ research findings in this area are not
conclusive, one hypothesis certainly warrants serious
study: Many regular schoois may have reached the point of

o The Ilocation of magnet schools 1s unimportant: they

succeed equally in "zood" and "bad" neighborhuods, so long

as they deliver on their promises.
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o Transportation to magnet schools can be expensive and
cumbersome. Insofar as it 1is, it becomes a proxy for

for desegregation, so powerful that schools may quickly turn
their attention to education. They are a tool of tremendous
strategic utility.

o The creation, organization, éﬁa management of wagnet
schools is widely understood and well within the administra-
tive capabilities of most school districts.

o Magnet ééﬁédis ;efiect 4 community's unique resources and

capabilities, as well as needs.

In a more general vein,; several other observations are in order.
First,magnet schools change student and teacher behavior and attitude.

Commitment is the key, and in this respect magnet schools begin to
look like independent schools.
Secorid, the voluntary association of students and Cteachers

to extra effort. The willingness to work translates into more work of
higher quality:. 1In the jargon of social scilence research, there is a

"black box" effect. The school makes a difference. There 15 '"value
added". The student learns more than he or she would otherwise.

It also legitimizes school demands. It permits the school to ask
for more, of both Students and their families: At the same time, it
frees teachers to act professionally. No longer concerned with school

discipline, the teacher can concentraté on the subject at Hhand:
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Equally important; the student is a willing accomplice in the process.
A sense of reciprocity is established:

Both the empirical evidence and anecdotes suggest one curlous

feature about the magnet school movement,; both historically and in
modern times. For reasons that remain obscure; there appears to be a
naturally occurring upper limit to the number of magnet schools that a

single school district will Supports

ircréase, even 1f there 1s fairly significant parental demand (that
1S, oversubscribed, wait-1iSted schools). The reasons appear not to
be clever marketing: it 15 rot désigned to keap people clamoring for
magnets. Rather, the existing culture of school organization and
management seems unwilling anﬁ unable to expand beyond a finite number

-hundred percent magnet schools: The largest  number to date 1is

Buffalo, New York, in which thirty-seven percent of the schools are

magnets.
THE FUTURE Are the successes of magnet schools

it simply the case that no one could turn these. students off? The
question 1s hardly trivial; given the problems the razst of American

Are there program characteristics in magnet schools, as distinct

from the characteristics of the students? There are; and net
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surprisingly they are characteristics one would expect: an orderly

and teachers; homework s required; absenteeism is not permitted, Rof
is vandalism, truancy; and gemeral incivility: the studerits enjoy the

dimension is intangible: students éfé expected to meet their respon-
sibilities to the school and to themselves. There is the recognition
that learning is by and large hard work: some of it is fun--having
- learned, for example, is more fun thét iéérﬁiﬁgigbﬁt for the most part
students in magnet QEEBBié are put snder real pressure to perform.

The aﬁﬁaffﬁﬁiéy.fai the school Ec apply such pressure is related
frequently lose sight of it: students are not just selected "in",
they are there because they want to be. They're volunteers.

Pride and satisfaction spring from genuine accomplishment, and
the students 1in successful ﬁégﬁét écﬁdbls are being held up to real
standards. A well-executed biology experiment can't be faked; nor can
a ballet solo. Advanced Placemerit (AP) math is a no-nonsense course;
as 1s AP English:

Are there any lessons in this for the nation at large, parti-
cularly as it wrestles with the legacy of education failure?

The most important lesson is the most obvious: motivation no
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operate magnet schools. 1Indeed, in those cities without magnet

éducation is to buy it; either in the form of private school tuitions
or a house in the suburbs. L2

Afiother option available to school systems is to do what New York
City's rnew chancellor, Anthony Alvarado, did when he was regional

superintendent of Spanish Harlem. He faced a unique problem—-a
disaster, some thought--and turned it into an opportunity. The
Benjamin Frankli. School, at 116th Street and the East River Drive,
had fallen into academic and administrative bankruptcy: the school
was a total loss: It was closed; cleaned up, and reopened as a newv

them? By definition they are motivated and eager; as well, many are

as well qualified as those who pass the examination. No acadedic
examination 1s sensitive enough or reliable erough to give anyone
confidence in photo finishes. The lead Alvarado offered as Regional
Superintendent could be followed dcross the country.

Recent research by a wide Géfiéé? of researchers in this country

and abroad confirm what most parents, teachers,; and students already
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other: When principals, teachers, students, and families have a clear

sense of what their purposes are, they know what is expected of them.

And they can deliver. The real power of selective schools is the same
as the new non-selective math school in Spanish Harlem: it is their
capacity to create a community of scholarship and shared interest,
based as much on §Eﬁaéﬁ§ motivation as high intelligerce.

Our long history :of compulsory attendance and mneighborhcod

assignment of students has led us to believe they are eternal veri-

ties, as if they have some educational or social significance and
meaning. They have neither. Both were historical accidents that bear

almost no relationship to any legitimate pedagogical objective. It is

tcally out of nineteerth centiiry common sense. When a small school
A

district butlt its second school it was to serve a swelling popu-

lation; and its third and fcurEh the same. What had been simple

administrative convenience became a great American virtue. Compounded

administrativé nor pedagogical sense today.
The wide diversity among magnet school themes makes th: point in

a powerful way: .there 1s no one best school for everyone. Just as
some students do well at a music and art magnet, others do well at an

different methods: There are different ways of approaching and
appropriating the common culture:. different is not bad, it 1is just

what it suggests—-different: 4nd that 1is surely the reality of the
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different learning styles. And different teaching styles; one might
add. |

The last is important because it brings us Vfruiizl citcle to the
question of schools' effects. Do they make a difference, or is the

the corner. Indeed, for stréet wise kids the school 1§ the street,
the numbers boss the teacher.

The answers to the Educational Excellerice report and the other
reports being produced are in: there are schools that mEEtitHeir
obligations to their students; there are students who meet thelr
obligations to themselves and iheir schools: Magnet schools are
delivering: they should be a source of inspiration to the rest of the

nation:
CONCLUSION Magnet schools are not a ﬁéﬁéééé;‘éﬁ? more tHan

comprehensive schools were. They are; however; a

powerful tool for education change. They can and do meet the objec-
tives set for them, including twin measure of higher standards and

greater integration. In the early 1980§8 such results can only be

They work im large part because they embody two ingredients necessa

30



of strategic variables:
It is not surprising that high standards,; commitmernt, .iard work,

the establishment of Such special schools to educate Students commit—

ted to study and preparation in the fields of science and mathematics.

The more difficult question, and that for which we have iittie
evidence available;, is what potential the creation of selective
schools or non-selective magnet schools may have for the improvement
of math/science education system-wide: Although (to our knowledge) no

student body, curriculum, faculty, leadership. Some school system
problems can be more realistically addressed by creating 1islands of
excellence in manageable units than by attempting broad system-wide
changes. When multiplied; they have the promise of building k6 4
critical mass.

Second, magnet schools in science and mathematics can serve as
laboratory schools for the development of curricula; teacher inser-

vice, piloting materials, and developing instructional strategies for



dissemination to the wider system: In order for this to happen,

however; special attention must be paid to development of 1inkages to

other schools. New ways for sharing resources and linking faculties

have to be created. The connections will not occur automatically;

“they must be developed and implemented.
Third, the story' of magnet schools=-historical and contempo-

rary--focuses on the important role external influences have played in
their development. Most prominently, qﬁivéééitiéé and industry have
been significantly involved in the planning, design and implementation
of magnet schools. One example of that role will illustrate the

specific importance of such collaboration. The Houston Independent

School District (HISD) science/math magnet schools program was moti-
vated by the Chatham Report of the early 1970s:. Published by CEOs of
major corporations; it identified two key problems: one; an insuffi-
cient number of engineers overall, and two, the low representation of
women and minorities in both practice and training. Out of this was
born the Minorities in Enginéering Program with operations on the

national, regional, and state levels. Regionally, the Gulf Coast

Action Committee for Minorities in Engineering has sponsored a corp-
orate adopt-a-school project at the junior high schools level to

motivate students and prepare them for more demanding work inm math and

sctence:

science. Admission 1s by interest,; students need -not demonstrate

extraordinary aptitudes. The centerplece, however, in the HISD

scienice/math magnet program i1s the High School for Engineering
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communities. THe curriculum guidelines were established by the deans
of engineering schools; industry provided both equipment and personnel

in the dinitial start-up phase and continues to provide finaneial

its industrial partrers. The rsport provides information on how ths

resourced were distributed and whdt 1s happening to the students. The

reports to date are, to say the least, impressive. As of 1981, one
hundred percent of its graduates have gone to college-—including the
top-ranking institucions for engineering such as MIT, RPI, Rice,
Cornell; and Princeton Universities:

The example of the Houston magnet schools is important because it
illustrates the significant, substantive role industry and higher

Magnet schools, viewed a8 a strategy for the achievement of excellence
and equity, suggest a federal role of some consequence.

Liberals and conservatives alike are persuaded that the nation's
public schools are in distress; as well, they are persuaded that some
modest federal role in education is desirable and appropriate.

The ﬁégﬁéi school story suggests two things--oue; an elaboration

on existing activities; and two; a new program altogether: First;
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organizational capacity--or incentive--to conduct research of national

the precision and focus of the natural sciences, thoughtful analysis

So it is with magnet schools. More research remains to be done;
similarly there is a development and demonstration task, just as there
is a dissemination task: There is a continuing role for the feaderal
government to play in this area.

and local interest. A straightforward program of federal matching

can success story could be designed today, at low cost, low risk, and
with the high probability of substantial payoff. That would be a
federally funded Eégﬁéflééﬁééi demonstration program building on the
rtradition of the Land Grant Colleges:

The strength of the land grant model is more than the establish-

ment of a set of schools; it 1s in its ability to lay the groundwork

bilities reaching down to the local level throughout the natiocd. The
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land grant model is fundamentally a decentralized system; with funding

private sector. Its effectiveness for improving science and mathema-

tics education is in its ability to combine research capabilities with

education; demonstration, and innovation, and to draw on the appropri-

ate levels of government, private sector, and universities for maximum
effectiveness: o

The land grant agricultural research and dissemination model

created a population of innovative American farmers receptivé to

change rather than fearful of it: Meeting the needs of the cadre of
America's teachers and students for scientific and technical education

preseits a parallel set of challenges aaafaﬁﬁafaaaiaiég;

Federal seed money at a critical jﬁﬁétﬁfé point could be catalyt-
ic. The preliminary cost information emerging from the Lowry study of
magnet schools indicates that federal grants on the order of one
hundred thousand dollars per school provide enough in the way of
warginal resources to successfully undertake the necessary pre-
planning; planning and implementation to get a magnet school underway.
resources, but that is precisely the right strategy to employ in the
creation of a reform program which requires local “ownership” to
succeed. 7

At such a modest level of individual building funding, it is
possible to concelve of a national program with great reach. Because
magnet schools are particularly well suited to- urban areas, the most

promising way  to begin would to provide funding for three magnet

schools in each Standard Metropolitan Statistical Area. Three magnet
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school in each area would permit the community to simultaneously

unique to it.

Politically, such an approach should have broad appeal; reaching
the ﬁéjbrity 6f the natiocn's congressional districts and a substantial
majority of the nation's population. In 1980, for example there were
318 SM3A's with a total population of 169 million people, 74.6% of the
nation's population of 227 million. Because of logistical and trans-
portation ﬁ;ébiéiié &éi'{ﬁég'rieé schools are not well suited to rural

areas, but a program for one or several magnet boarding schools,
modeled on the North Carolina School of Science and Mathematics could
be 1included: To take this possibility into account; funds for each

state to explore non-metropolitan magnet schools could oe made avail-
able on a formula basis.

Oe of the most appealing aspects of such a program is the
opportunity inherernt in it to avold old and acrimonious disputes about
school boundaries and zomes of attendance. Magnet schools designed to .

serve SMSA's or even larger regions would by their nature cross old

boundaries, and should involve the various school districts and local

demonstration program of this type would be time limited: 1t wouid

not involve léﬁg term operational funding; but would provide the

13
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Endnotes

1 By almost any definition except "tuition" ; many private schools are

magnet schools. . Although Catholic and other religious elementary

schools frequently are organized by neighborhood; most private high

schools serve regions. The oldest and most prestigious-- St. Paul's

and 2iIxeter, for example--serve the nation. €loser to home; most

" Catholic order schools serve metropolitan regions; and frequently

their student bodies include large numbers of non-Catholfcs: Most
non-~Catholic day and boarding schools serve regions as well;
Although private schools fall outside the scope of this essay; it

is clear that they represent a rich analytic vein for the researcher

and pedagogicai role they play see Denis P Doyle, "A Din of Ineauity

Private School Reconsidered", Teachers College Record, Vol 82, HNo. 4

(Summer 1981): 661-674.

2 David Tyack; The

Education,; Harvard University Press, Cambridge Mass., 1974.

3 James B. Conant The American High School Today, McGraw-Hill, New

York; 1963.

4 The material on New York's selective schools is based om site

visits by onz of the co-authors; Denis Doyle; 1in May 1983, interviews

with the principals and senlor staff; and a random selection of

interviews with teachers and students; and printed material prepared
by the schools themselves.

5 Fred Hechirnger, "About Education: Debate on the Role of Elite
Schools", New York Times, February 5, 1982.

6 Hechinger, Ibid

7 Hechinger, Ibid.

7”gaiey; Resgonse to Decline

3, Harvard University Press, Cam-

8 Albert O. Hirschman, E

bridge; Mass:, 1970.

9 Theodore Sizer, "Higy School Reform The Need for Engineering"”,

The Phi Delt: Rappan; June 1983.

10 The U.S. Department of Education Office of j?ééf—é@f ;};;uaéian

contract no. 300 81 0420) 777777 -
It 41s the first compretiensive study of magnet schools in the
nation and incorporates both ESAA magnets and non=ESAA magnets. Much




critical resourcé mass to permit local authorities to initiate pro-
grams that would Serve their own best interests; but for which they
have no resources.

With more than two decades of federally funded research behind
us, one thing we now know with some confidence: Reform and change can

3

community. But that process can be strengthened by a thoughtful and
carefully crafted federal rola-

The class of the year 2001 was borm this year, and as we look to
the twenty-first century we are struck by a remarkable spectacle:
unless we initiate major changes today, we will perpetuate an educa-
tion system designed for the covered wagon in the space age: Magnet
change that can transform American educationd.

-End-
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Interim Report; September 30, 1982. the ornly published document to

date; and ékténsfygigrgiiprigfings and preliminary material in draft
form received over the past year and one-half. o
Phase I of the study was completed in September 1982. It included

design research and data collection activities in six pilot districts.

] Phase II 1is nearly completed; and the final report is scheduled
for release in September 1983: The preliminary findings were presented
to the project advisory panel for their review and comment June 2,

1983, in Washington, D.C. The findings were based on site wo:k in

fifteen school districts in five reglons (Northeast, Southwest, Mid-

west; Southeast, and West). The total number of magnet schools ii the

fifteen districts is 190. Districts were selected with a wide variety
of enrollments. Smallest was a midwest district of six thousand
students. Largest was a West Coast district of 115,000 students;

____The preliminary findings, which will not change (except for stress
of emphasis), are reported from oral briefings and preliminary workiag
documents which are not yet available for formal citation. They are
now in the hands of readers and the Advisory Panel, a group of "experts
on public education, desegregation, and magnets schools from across the
country” who have "guided the study staff toward addressing the right
questions..." The panel rembership includes: -
Dr. Beatriz Arias Dr. Robert Green
Professor Dean S
School of Education College of Urban Development
Stanford University Michigan State University
Dr. Mary E. Busch Dr. Dennis R. Lubeck
Member, Indianapolis Board Teacher -
of School Commissioners Universsity €ity High School
o and _ L University City; Missouri
Director of Community Services
Indiana Central University Mr. Dan W. Merenda
o S Deputy Director
Dr. Emeral A. Crosby National School Volunteer
Primeipal Program; Inc.
Northern High School _ -
Detroit Public Schools Dr. Charles V. Willie
: - Professor of Education and
" Mr: Denis P; Doyle  Urban Studies = - _
DPirector of Educatiom Policy Harvard Graduate School of
Studies ~ Eduecation ] .
American Enterprise Institute Harvard University
for Public Policy Research
11 For a more complete statament of the recent "school effects work"
see particularly Barbara Lerner;"American FEducation: How Are We

Doing?", The Public Interest; no. 69, Fall 1982, Denis P:; Doyle in

Teaching Political Science, forthcoming; review of High School Achieve-
ment: Public, Catholic, and Private Schools Compared; James Coleman,

et al, Andrew Greeley, Catholic High Schools and Minority Students;
(New Brunswick, N.J.: Transaction Books. 1982), and Michael Rutfer et
al; Fifteen Thousand Hours: Secondary Schools and Their Effects on
Children (Cambridge, Mass: Harvard University Press, 1979)..
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tudes toward public education for thirteen years; the results appear in

the September issue of the Phi Delta Kappan each fall. The first ten

are reprinted in book form; The Gallup Poilils of Attitudes Toward

Education; 1969-1978; Phi Delta Kappa, Bloomington Indiana.

A _standard question asked each year is; "what grade wouid you give

the public schools...A; B; C; D; or Fail?" Commenting on this ques-

tion, David Breneman of the Brookings Institution observed that "over

time,the surveys report a steady drop in public regard for the schoois:

In 1974, 18 percent of those surveyed gave the schools a rating of 4;

by 1978 this figure had dropped to 9 percent. At the other end of the
scale,,ll percernt gave the schools a D or Fail rating in 1974; while 19
percent did so in 1978. Elaborating on the 1978 survey; the authors
riote that; 'Acttitudes are\far more favorable in the smaller cities and
tﬁwns thaﬁ in the lazger cities. In fact, residents of the central

rating.'" See Joseph A Pechman, ed., Setting National Priorities:

"Agenda for the 80s (Washington, D.C.: The Brookings lInstitution,

1980); p. 209.




APPENDIX
The Emergency School Aid Act (ESAA), Title VI of the Elementary
and Secondary Education Act, became law in June of 1972, The iégiéi

discrimination among student and faculty inelementary and secondary
schools; (2) to encourage the voluntary elimination; reductiom;, or
prevention of minority group isolation in elementary and secondary
schools with substantial proporticns of minority group students; and
(2) to aid children in overcoming the educational disadvantages of
minority group isolation.” (P.L. 92=318, Sec. 702(b)).

The legislation was based on the assumption, since shown to be
true, that iiﬁéfii§\ segregation inm the échbbis is éssbciacea with
educational disadvantages: X The ESAA was an attempt to encourage the
elimination of these disadvantages through desegregation plans. The
Educational Amendments of 1978 deleted the third purpose of the origi-
nal ESAA from the legislation. (P.L. 95-561).

Following the 1978 Amendments; the ESAA progzam consisted of six

subprograms. Five were nationally competitive programs; and one was a
state apportionment program. The nationally competitive subprograms
were special project awards (includingz Emergency Special Project
out-of-cycle awards), Magnet School grants, ‘omprofit Organization
ESAA programs) contracts. The Basic Grants program was the state

apportionment component of the ESAA:

financially, implementing or developing voluntary or required
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desegregation pl 1s. Applications For ESAA funds were made directly to
‘the Department of Education in Washington,; and the Office of Civil
Rights determincd whether a desegregation plan was eligible for -fumd-—
ing.

The Basic Grants component was the largest subprogram of the ESAA.
In FY 1981 53% of the 515 applicants for Basic Grants were funded a .

Any state which was implementing or developing a required or
non-required desegregation plan was eligible to receive funding through
the Basic Grants program. In addition; all applicants for ESAA Funding
had to assure the federal government that they were not reducing local
support of public education below that of previous years, and that they

were currently sSpending as much per pupll from local sources as they

had in the past. Basic Grant monies could be used for any activity
which helped the Local Education Agency (LEA) meet the educational

In terms of funding; the second largest subprogram was magnet
schoois: To be eligible for ESAA funding, magnet schools had to have a

racial backgrounds. In FY 1981, 64% of the 107 applicants for magnet
school funds received a total of $30,;000,000. This was 20% of the ESAA
funding for that year. In the same year special projects grants made

up 127 of the ESAA budget and nonprofit organization, educational
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television and radio; and evaluation contracts received 4%, 2%, andless

The nationally competitive programs had the same eligibility

In August of 1981 the ESAA was repealed: The final year of

funding under the ESAA was the 1981-82 school year. At the same Eime

and implementing desegregation plans;z

1 Coulson, John E., et al. The First Year of Emergency School Aid Act
4ESAA}—lmplementation.‘,Santa Monica; California: System Development
Corporation, September 15, 1975, p. xi.

2 Ferrara, tynette; et éi; Emergency School Aid Act (ESAAY: A
é ion Related Needs, Draft; Washington;
D.C.: Decision Resources, August 1982, p. xiii,
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